A review of articles published in Assessment and Evaluation in Higher Education, over the last eight years (2006)(2007)(2008)(2009)(2010)(2011)(2012)(2013) on assessment in higher education, since the introduction of the Bologna process, is the subject of the paper. The first part discusses the key issue of assessment in higher education and the method used for selecting articles. The second part presents results according to the main emerging themes arising from data analysis: assessment methods, modes of assessment and assessment related to a given teaching and learning method. The paper concludes that the foci of the studies are aligned with assessment practices other than the written test, in accordance with a learner-oriented perspective. Although the implementation of the Bologna process has had different kinds of impact in different European countries, the review shows that the use and effects of a diversity of assessment methods in higher education have been investigated, particularly those pointing to the so-called alternative methods. Implications of the findings are discussed.
Introduction
The assessment process in higher education has changed over the last few years. In addition to the Bologna process (Bologna Declaration 1999) , that introduced significant changes with regard to the processes of teaching, learning and assessment, the existing literature also suggests the existence of an assessment approach more focused on students and learning (Black and Wiliam 1998; Dochy and McDowell 1997; Webber 2012) .
The interest in students and their learning is also shown in a variety of studies which highlight how assessment and learning can be connected. Assessment has significant effects on student learning (Gibbs 1999; Scouller 1998) , as assessment and learning are closely related (Light and Cox 2003; Scouller 1998) . Teaching methods must be aligned with assessment methods and learning goals for teaching effectiveness to be enhanced (Biggs 2003) . Assessment practices have an important role in the quality of learning (Atkins 1995; Fernandes, Flores, and Lima 2012; Flores et al. 2014 ) and influence the ways in which students perceive learning (Brown and Knight 1994; Drew 2001) . The influence of assessment on learning, either negatively or positively, might be seen as an incentive for study and improved performance (Biggs 2003; Boud and Falchikov 2007; Brown, Bull, and Pendlebury 1997; Brown and Knight 1994; Watering et al. 2008) . Assessment practices based on a learner-centred assessment enhance the active involvement of the students, produce feedback, enable collaboration between students and faculty and allow teachers to realise how learning is occurring (Webber 2012) . Such practices prepare students for professional life, promoting problem solving and skills development in real-life contexts (Dochy, Segers, and Sluijsmans 1999) .
During the past eight years, Assessment and Evaluation in Higher Education published a large number of articles that reported research on assessment in higher education. The studies were carried out in different countries using different methods. This paper summarises and critically discusses a selection of empirical studies focusing on assessment in higher education, particularly on how different practices of assessment have been scrutinised in research since the implementation of the Bologna process in Europe. The overarching questions of this paper are as follows:
• What is the focus of the studies on assessment in higher education after the Bologna process? • What kind of themes emerges from them?
• What do we know about assessment in higher education from papers published in Assessment and Evaluation in Higher Education? • What are the questions that remain to be answered?
The Bologna process The general assumption of the Bologna process was the creation of a European Higher Education Area, enabling students of any institution to start, continue or complete their education and get a degree in any EU member state university through the European Credit Transfer System (ECTS) (Bologna Declaration 1999) . In most European countries, this has implied changes in curriculum regarding teaching, learning and assessment (Flores and Veiga Simão 2007; Flores et al. 2014) , insofar as students are seen as active learners (Flores and Veiga Simão 2007; Simão, Santos, and Costa 2003) . The European Association for Quality Assurance in Higher Education states that assessment requires students to be evaluated through explicit criteria for marking, with procedures adequate for formative, summative or diagnostic assessment purposes, and the assessment strategy clear and communicated to students. In addition, assessment is an indicator of teaching and learning effectiveness, and its outcomes impact on the future careers of the students (European Association for Quality Assurance in Higher Education 2009).
In addition to the Bologna process, the Leuven/Louvain-la-Neuve Communiqué (2009) refers to the importance of a student-centred learning approach that helps students develop competences needed in real life. This implies a student-centred curriculum reform, based on new approaches to teaching and learning along with effective support. Later, in 2012, the Bucharest communiqué further reaffirmed the importance of continuously promoting student-centred learning, encouraging the use of innovative methods enabling students to participate in their own learning and develop critical thinking (Bucharest Communiqué 2012) .
Assessment in higher education
The assessment methods conventionally used in higher education are examinations and written tests (Pereira and Flores 2012; Perrenoud 1999; Scouller 1998) . However, these methods do not inform how learning occurred as they mainly promote a hierarchy of grades (Perrenoud 1999) . A brief review of the literature about assessment methods reveals that tests with multiple-choice questions raise some issues (Scouller and Prosser 1994) , encouraging surface rather than deep learning (Ramsden 1988; Struyven, Dochy, and Janssens 2005; Tang 1992 ) and assessing low levels of cognitive processing (Scouller 1998) . Researchers found that students with poor learning skills and low confidence prefer multiple-choice questions tests rather than essays (Birenbaum and Feldman 1998) . Earlier empirical work (Sambell, McDowell, and Brown 1997) shows that students have a negative opinion about conventional assessment methods, considering that they affect negatively the learning process. In contrast, the same students state that new and alternative assessment methods enable a better quality of learning, promoting understanding rather than memorisation. For example, Segers and Dochy (2001) demonstrate that students have positive perceptions about the use of self-and peer-assessment in a problem-based learning environment, insofar as they stimulate deep learning and critical thinking.
Learner-centred methods foster the development of autonomy, sense of responsibility and reflection , and influence the ways in which students look at their own learning (Sluijsmans, Dochy, and Moerkerke 1999) . However, nontraditional methods do not always change the perceptions of students and do not always lead to deep learning (Segers, Gijbels, and Thurlings 2008) . Students' approaches to learning (Marton and Saljo 1997) may be influenced by assessment methods and assessment tasks (Struyven, Dochy, and Janssens 2005) . Thus, a wide variety of methods should be used (Brown, Race, and Rust 1995; Wen and Tsai 2006) , and teachers should be designers of the assessment process avoiding the exclusive use of conventional assessment (Boud 1995) . The focus of higher education is also about developing technical and soft skills in order for students to be successful in their future careers (Dochy, Segers, and Sluijsmans 1999) . Learner-centred methods (Webber 2012) enhance the development of the skills needed for real life, ensuring that the success criteria for education and training are the same as used in practice (Segers and Dochy 2001) .
Learner-centred practices such as self-and peer-assessment enhance students' autonomy, self-confidence and reflection (Dochy, Segers, and Sluijsmans 1999) , allowing the development of skills and promoting deep learning (Brew, Riley, and Walta 2009) . Methods such as problem-based and case-based learning promote the development of professional skills and learning in real-life contexts (Dochy, Segers, and Sluijsmans 1999) . These methods are considered as new or alternative methods for assessing students in higher education. However, more needs to be known about the effectiveness and relevance of these methods in different contexts and programmes. It is important to learn more about empirical research on assessment in higher education, especially after the implementation of the Bologna process.
Method
As a first step, the journal Assessment and Evaluation in Higher Education was chosen for review. This choice was made because the main focus of the journal is assessment and evaluation in higher education, and the preliminary literature review showed that it published many studies on this topic. However, other research published elsewhere (namely in journals related to higher education, but not focusing on assessment and evaluation) was also considered in order to frame the topic of this paper.
As a second step, articles from 2006 until 2013 were chosen as they are subsequent to the implementation of the Bologna process in European universities. This choice was made because from 2006 onwards articles more directly related to the implementation of the Bologna process have begun to be published. As a third step, a choice of keywords was made to search: 'assessment methods', 'teaching' and 'learning'. These keywords were chosen because the purpose of this article was to find out what kinds of themes and conclusions emerge from recent research in this field. As assessment is directly related to teaching and learning, it seemed appropriate to include these keywords in the search.
From the first search 64 articles were identified. After examination of the abstracts and in some cases the complete article, seven articles were excluded since they were not in the focus of our study, covering topics such as learning environment, learning communities, educational choices and conceptions of good teaching. A choice was made to select only empirical studies and not, e.g. reflections and reviews of the literature. As a consequence, 57 articles drawn from empirical studies were selected. However, as one of the goals of this paper is to identify what is known about assessment in higher education, after the implementation of the Bologna process, 30 of the articles were selected for analysis (see Table 1 ), since the remaining 27 articles were from non-European countries.
Content analysis was used to identify the emerging categories in order to describe, in a systematic and articulated way, the meaning of the data collected (Schreier 2012) . The 30 articles were analysed concerning (1) aims of the study, (2) participants, (3) method, (4) main results and (5) conclusions. After reading all the abstracts and the articles, a categorisation was carried out resulting in the following emerging themes: (i) assessment methods, (ii) modes of assessment and (iii) assessment related to a given teaching and learning method.
Findings

Assessment methods
Aim of the studies The papers listed in Table 2 have similar purposes. Some studies focus on the comparison of assessment methods (Gleaves, Walker, and Grey 2007; Huxham, Questionnaire with students
•
The relationship between learning approaches and learning outcomes is sensitive to how learning outcomes are assessed.
• The deep learning approach is associated with good learning outcomes as assessed by assignment essay, but poor learning outcomes as assessed by formal examination.
• Assignment essay appears to function as a good assessment method, while formal examination fails to do so. Kuisma (2007) To explore students' learning while undertaking a group project and to discuss the practice of portfolio assessment as an individual component
Portfolio
Semi-open interviews with students
• The students produced a great variety of items in their portfolios and many had been able to reflect on the year-long project work and what they had learnt during the process.
• The students were concerned about the time involvement in creating their portfolios and also about uncertainty of what to include in it.
Gleaves, Walker, and Grey (2007) To understand the nature and quality of the students entries in digital diaries and to corelate emergent themes with the acts of writing in two possible and distinctive ways Digital and paper diaries for assessment and learning
Digital diaries with students
•
The students who preferred the paper diaries have less mutable self-concepts, using their entries to craft and rescript ideas about themselves and their work. They were also more willing to engage in reflexive criticism.
• The development of e-learning has opened up new opportunities to reflect upon and innovate with assessment practices.
van der Schaaf and Stokking (2008) To understand how the portfolio format is related to the content standards and to know the raters' portfolio scoring related to the content standards Portfolio assessment
Portfolio with teachers
• Developing a valid portfolio assessment design is a complex and interactive process. Construct validation is a key issue, because it concerns the theoretical and conceptual definition of the constructs measured and the empirical evidence that supports the adequacy of the assessment.
Betts et al.
To investigate psychology students' performance, and experiences of multiple-choice examinations with and without correction for guessing
Multiple-choice examinations
Multiple-choice examinations with students
• Students scored higher, and left fewer questions unanswered, when there was no correction for guessing.
• Students who were told there was no correction for guessing did better than those told there was a correction.
• Students reported feeling less anxious and more confident on the open-book examinations.
Almond ( • Students with low individual marks obtained higher marks in the group component.
• Group summative assessment marking affects students differently according to their attainment levels.
Brinke, Sluijsmans, and Jochems (2010) To explore assessors' approaches to portfolio assessment Portfolio assessment
Interviews and questionnaires with teachers
• For the assessors, the portfolio assessment is relevant, fair and useful.
• Although the assessors' approaches to portfolio assessment differed, the need to interpret criteria was observed. The majority of assessors found the process fair.
(Continued) Interviews with students and teachers
•
The ways in which portfolios are assessed, and the ways in which the crucial requisites of validity and reliability are assigned to them, mask complexities and contradictions in their creation by the students.
• The validity of portfolio-based assessment implies that the contents of a portfolio are an authentic reflection of the professional working practices of the student and that the portfolio represents a meaningful engagement with learning within the course in question.
Dysthe and Engelsen (2011) To know what characterises portfolio practices in
Norwegian higher education and how the use relates to categorisations of portfolio types found in international portfolio literature.
Portfolio
Survey with teachers
• Macro-level influences, especially policy decisions at the top, affect portfolio practices in ways that are not always transparent and that also may be contradictory.
• Systematic differences exist between professional and non-professional educational institutions.
• Inherent disciplinary differences and pedagogical traditions also affect portfolio practices.
Huxham, Campbell, and Westwood (2012) To know whether the results in oral and written examinations differ between different types of questions (in particular, between abstract 'scientific' questions and those requiring reflection on personal skills). To know if the students find oral assessments more stressful than written assessments
Oral and written assessments Written and oral questions, questionnaires with students
• Students performed better in oral compared with written tests.
• The oral assessments might induce more anxiety than written ones. The oral interview required a different approach from a written test.
• Oral assessments may be more inclusive than written ones and they can act as powerful tools in helping students establish a 'professional identity'.
• There is no evidence of disadvantage accruing from oral assessments to particular groups of students, nor of the need to restrict orals to particular types of questions. Quantitative and qualitative results suggest important benefits to students from their use.
Turner et al. • The combination of a school-based enquiry and an assessed oral presentation created an authentic learning context.
• Although there were anxieties associated with presenting findings to an audience, students felt there was a constructive alignment between their learning and the mode of assessment and the process supported the students' developing professional identity.
Campbell, and Westwood 2012; Tian 2007) and on perceptions of assessment methods (Brinke, Sluijsmans, and Jochems 2010; Turner et al. 2013 ) by both students and teachers. Other studies aimed at getting to know the nature of a given assessment method (van der Schaaf and Stokking 2008), its characterisation (Dysthe and Engelsen 2011) and its validity (Tummons 2010) . Almond (2009) sought to know the effects of group summative assessment on marks in comparison with individual assessments. The remaining studies examined the impact of assessment methods on students' learning process (Kuisma 2007 ) and students' performance in relation to a given assessment method (Betts et al. 2009 ).
Methods
Questionnaires and interviews were the most used methods for data collection purposes. Data collection focused on digital diaries, portfolios, group projects, essays and multiple-choice examinations. In the eleven studies listed, more students participated than teachers. Seven studies were conducted with students, three with teachers and one with both students and teachers.
Key issues arising from the studies
The results of the studies comparing assessment methods reveal the higher efficacy of some methods in detriment to others. Tian (2007) compared formal examinations and coursework in relation to approaches to learning, concluding that approaches to learning are related to assessment of learning outcomes. When students are assessed through an essay, deep learning approaches associated with good learning outcomes are identified. When students are assessed through formal examinations, poor learning outcomes are highlighted. Gleaves, Walker, and Grey (2007) compared digital diaries and paper diaries for students' assessment and learning, finding that students consider both forms of diary acceptable and convenient. Digital diaries were used more frequently; however, the entries were often incomplete. Students made fewer entries in paper diaries but these entries were longer and more discursive. Students who preferred the paper diaries engaged more in reflexive criticism. Huxham, Campbell, and Westwood (2012) compared oral and written examinations, focusing on students' performance and whether these methods were inclusive. They found that students performed better in oral than written tests. However, there was evidence that oral assessments provoke more anxiety than written ones. Oral assessments were found to be more inclusive than written ones, helping students to find a professional identity. The perceptions of the students' regarding oral examinations were the focus of Turner et al. (2013) . They suggested that oral presentations were seen as an authentic learning context, although there were anxieties associated with these methods. Students felt there was a constructive alignment encouraging them to develop a professional identity. Brinke, Sluijsmans, and Jochems (2010) concluded that teachers considered portfolio assessment to be fair, useful and relevant. However, in some cases, the assessors' approaches to portfolio assessment differed, as the rating criteria to assess the portfolio were interpreted differently. Teachers detected a lack of some skills, such as written skills, and thereafter gave the students additional assessments to overcome these shortcomings.
van der Schaaf and Stokking (2008) concluded that developing a valid portfolio design is a complex and interactive process. Tummons (2010) also found that the ways in which portfolios are assessed can bring complexities and contradictions. The validity of portfolio-based assessment rests on the portfolio being a reflection of professional working practices. Dysthe and Engelsen (2011) consider that existing differences between disciplines, policy decisions and pedagogical practices may influence the use of portfolio in higher education. Kuisma (2007) found that portfolio assessment allows the students to produce a great amount of items and reflect what they had learnt during the learning process. The students argued, however, that this was a very time-consuming process.
Concerning group summative assessment, Almond (2009) found that students who performed examinations with a peer evidenced higher levels of motivation than students who performed examinations individually. However, students with high individual marks obtained lower marks in the group component, and students with low individual marks obtained higher marks in the group component. Group summative assessment marking affects students differently according to their attainment levels. Betts et al. (2009) demonstrated that students who were told there was no correction for guessing in multiple-choice examinations performed better than those who were told that there was a correction. They also found that students felt more confident and less anxious in open-book multiple-choice examinations.
Modes of assessment
Aim of the studies The papers listed in Table 3 are related to self-assessment, peer-assessment, continuous assessment, formative assessment and summative assessment. The studies regarding self-assessment focus on students' engagement (Fitzpatrick 2006 ) and on the improvement of learning (Lew, Alwis, and Schmidt 2010) . Cassidy (2007) focuses on the ability of the inexperienced students to self-assess, and Orsmond and Merry (2013) on tutor feedback in the self-assessment process. The studies whose focus is peer-assessment are related to optimal design (van den Berg, Admiraal, and Pilot 2006), the presentation of peer-assessment for final marks (Sharp 2006) and students' perceptions (Patton 2012; Vickerman 2009 ). The study by Langan et al. (2008) seeks to know the effects of gender and level of attainment on the triangulation of marks related to self-, peer-and tutor-assessment. In two other studies, the purpose was to get know the effect of continuous summative assessment (Trotter 2006 ) and its impact on learning process (Isaksson 2008) . Other studies explored students' experience of formative assessment (Nestel et al. 2011; Weurlander et al. 2012) .
Methods
Questionnaire and interviews were again the most used methods for data collection. Focus group, reports, written, oral and practical assessments and spreadsheet software were also used for data collection. In thirteen studies, participants were mostly students, and in only two, both students and teachers participated. There were no studies in which only teachers are participants. 
To find an optimal design of peer-assessment
Peerassessment
Multiple-case study: questionnaires and class observations with students; semi-structured interview with teachers
• Students appreciated the method of peer-assessment.
• Assessing peer's work is useful.
• Students value peer feedback because it stimulates subject matter discussions between students.
Fitzpatrick (2006) To critically evaluate the dilemmas members of a module teaching team experienced in advocating that students engage in a form of self-assessment Self-assessment Questionnaires, interviews, meeting and reports with students and teachers
•
The use of self-assessment informs individual development and provides the focus of activities in the collaborative learning groups.
• Students engaged in self-assessment are more articulate and assertive on completion of the module.
Sharp (2006)
To present a method for deriving final student marks from a single tutor mark and ratings which students make of each other's contributions
Group work and peerassessment Spreadsheet software to do peer-assessment with students divided into groups
• The decision to moderate individual students' marks on the basis of their contributions to a group project is not an automatic one and the arguments for and against doing so should be carefully considered in advance.
• The aim should not be to introduce radical changes to marks but to moderate them within preset limits around the tutor-given mark.
Trotter ( • The majority of the students believe that, as a result of having to prepare tutorial files, they have learned more about the topic and as a result their grade has improved.
Cassidy (2007)
To examine at what level students entering higher education are capable of self-assessing, and to examine the relationship between selfassessment skill and learning style, academic personal control Self-assessment Questionnaire with students • The relevance and appropriateness of self-assessment for students at the beginning of their career in higher education.
• Inexperienced students do have the capacity for self-evaluation and should be included in self-assessment activities.
Isaksson ( • The assessment technique was appreciated by the students, though some found it too stressful.
• The continuous assessment provided good insight into the students' progress and facilitated the means to give the students direct feedback.
• • Consideration needs to be taken to address individual learning styles, as a limited number of students found the process to be less useful.
Lew, Alwis, and Schmidt (2010) To evaluate the accuracy of students' selfassessment ability and examine whether this ability improves over time, and to investigate whether self-assessment is more accurate if students believe that it contributes to improving learning Self-assessment Questionnaires with students
•
The overall correlations between the scores of self-, peer-and tutorassessments suggest weak to moderate accuracy of student self-assessment ability.
• Students judged as more academically competent were able to self-assess with higher accuracy than their less competent peers.
• Students' beliefs about the use of selfassessment are not relevant to the development of self-assessment skills. • The formative OSCE functioned more as rehearsal of the examination process, whereas the IPPI was seen more as a reflection of real-life clinic care.
• There is scope for enhancing the formative aspects of both assessments.
• Both have benefits and limitations. of what they had learned, and therefore acted as a tool for learning which influenced both the process and outcomes of learning. The way the assessment methods were constructed was important for students' experiences.
Orsmond and Merry (2013) To get to know how students process tutor feedback Self-assessment Interviews and focus group with students
• The implementation of tutororientated feedback models may be of limited influence in the learning undertaken by high achieving students and, perhaps, encourage further dependency on external regulation in non-high achieving students such that their development of self-assessment processes does not occur.
• Self-assessment is a genuine studentcentred approach.
• Learning environments which are constructed to allow student self-(Continued) Key issues arising from the studies Self-assessment is a student-centred approach that engaged learners in the learning process, promoting feedback and developing the students' ability to learn and to self-assess (Orsmond and Merry 2013) . Cassidy (2007) suggests that students should do self-assessment activities right from the beginning of their career in higher education. Other advantages of self-assessment were found by Fitzpatrick (2006) : students are more articulated and assertive, and this practice also has a significant effect on their critical thinking skills. Lew, Alwis, and Schmidt (2010) demonstrate that students judged as more competent academically self-assessed with higher accuracy as compared to their less competent peers. Their accuracy does not improve over time, and the students' beliefs about self-assessment do not interfere with the development of self-assessment skills. Peer-assessment is appreciated by the students for many reasons; it is useful and effective because it allows interaction between students (van den Berg, Admiraal, and Pilot 2006) and produces formative feedback (Patton 2012) . However, the study by Sharp (2006) concludes that students should be assessed individually in group work, but with due recognition of the complexity associated with the process. Although it is a positive experience for students, when teachers are constructing strategies for formative peer-assessment, they should be aware of different learning styles in order to develop opportunities for students to learn and assess (Vickerman 2009 ). Langan et al. (2008) explain that tutor-assessments were often associated with peer-assessment, rather than with self-awarded grades. The use of continuous summative assessment in the form of tutorial files is positive, and the students had the opportunity to learn more about the topic and to articulate their knowledge (Trotter 2006) . Isaksson (2008) shows that continuous assessment provided a perception of the students' progress and facilitates immediate feedback.
Formative assessment supports students' learning, influences students' motivation to study and provides awareness of their learning (Weurlander et al. 2012) . As formative assessment promotes feedback, in the students' perspectives, it is essential for their progress and a good experience because it is an effective way to learn (Nestel et al. 2011) .
Assessment related to a given teaching and learning method Aim of the studies The papers listed in Table 4 related to different learning, teaching and assessment practices. Some studies seek to know the impact of different practices in students' learning. Klenowski, Askew, and Carnell (2006) investigate how portfolios can be used to develop learning, assessment and professional practices. Jesus and Moreira (2009) explore the use of students' questions as alternative assessment tool, and Orr (2010) looks at students' and lectures experiences of group work.
Different learning environments are also presented in the studies listed above. Russell et al. (2006) focus on specific features of the online environment and how it enables assessment to contribute to learning. Burkšaitienė and Teresevičienė (2008) focus on students' perceptions of an experience in a comprehensive learning and assessment system environment. The evaluation of the impact of project-led education on students' learning process and outcomes are the focus of another study (Fernandes, Flores, and Lima 2012) . • As a tool of reflection on the students' written work, the portfolio method is suitable for planning one's further learning.
• Alternative methods proved to yield major benefits for students: promoted both receptive and productive language skills; academic writing portfolios deepened students' satisfaction with results they achieved.
• The integrated approach to learning presents benefits:
enhances students' satisfaction with their results, fosters one's motivation and promotes students' development as independent learners. • The results support the use of student questions for assessment purposes and suggest the improvement of learning through question posing.
• It could be concluded that the alignment between teaching, learning and alternative modes of assessment, based on the simulation of student questions, has been accomplished. Orr (2010) To explore students' and lecturers' experience of group work and creativity in a performing arts department that includes programmes in theatre, dance and film production Group work assessment Focus group, interviews and observation with students and teachers
The students valued the opportunity to work in groups because this is seen as an authentic and effective preparation for life after graduation in the creative sector.
• Students and lecturers reported that the group work process usually comprises rehearsals and/ or group meetings that occurred out of university teaching time.
• Students raised issues about trust and dependability frequently.
• The key conclusion is that the (Continued) regard to students' learning processes and outcomes.
• Findings based on students' perceptions suggest that assessment practices in PLE enhance deep learning, by linking theory to practice to solve real-life problems.
• Feedback plays an important role in the assessment process of PLE, as students are provided with several opportunities to improve their work and are able to discuss results with teachers and tutors.
Methods
Questionnaires and interviews were again the most used methods for data collection. Focus groups, observations, portfolios, records, self-assessment, problem-based cases and a web-based master's course were also used for data collection. In six studies, the majority of participants are students and teachers. In the remaining studies, the participants are students. There are no studies in which the participants are only teachers.
Key issues arising from the studies Klenowski, Askew, and Carnell (2006) highlighted the advantages of portfolio insofar as it enables effective learning and is seen as an effective form of professional development. Jesus and Moreira (2009) explain that the use of student questions for assessment purposes suggests the improvement of learning. In their opinion, the alignment between teaching, learning and alternative modes of assessment based on the stimulation of students' questions occurred. Orr (2010) demonstrates that group assessment provides benefits to learning and is an effective preparation for life after graduation. However, students and teachers considered that the group work process usually occurred out of university teaching time; that is why teachers need to be aware of students' group dynamics. Assessment fairness is also a difficulty; even within student groups, there are opposing ideas about what is fair in an assessment process. Russell et al. (2006) demonstrate that new technologies impact on learning. The development of e-learning brings new opportunities for students to reflect and to innovate as far as assessment practices are concerned. Burkšaitienė and Teresevičienė (2008) reveal that the approach of integrating alternative methods of learning and assessment is useful in teaching. They also demonstrate that alternative methods, such as writing portfolios and projects, are beneficial for students: they promoted language skills and, e.g. portfolios deepened students' satisfaction with the results they achieved. Fernandes, Flores, and Lima (2012) pointed to the development of both technical and soft skills and critical thinking, providing the opportunity for students to link the coursework to real situations. Interdisciplinary fostered by project-led education was seen an important key feature to the students.
Discussion and conclusion
The papers analysed show the wide range of research on assessment in higher education. Not surprisingly, in addition to aspects directly related to the assessment process, issues related to teaching and learning process are also identified. The main results of this review show that research over the last eight years in Assessment and Evaluation in Higher Education, focused on assessment, teaching and learning, draws attention to different issues:
(i) Assessment methods used in higher education, their effectiveness, fairness, influence on learning and impact on teaching. Aspects related to the assessment methods and their impact on the students' performance are also addressed.
(ii) Modes of assessment in higher education, related to self-and peerassessment practices and the monitoring of learning, taking into consideration formative, continuous and summative assessment. (iii) Learning and teaching practices and their impact on assessment. The influence of certain learning environments and contexts on student learning and assessment is also discussed.
As far as the topic of assessment methods is concerned, the focus of the majority of the studies is on portfolio assessment, followed by written examinations, oral examinations, group assessment and paper and digital diaries. In regard to modes of assessment, these are mainly studies on self-and peer-assessment, followed by formative, continuous and summative assessment. Concerning assessment related to a given teaching and learning method, the studies focused on portfolio assessment, group work assessment, problem solving and project-led education, alternative methods of assessment and online environments. The topic modes of assessment comprises the majority of the studies, followed by assessment methods and assessment related to a given teaching and learning method.
Based on the studies reviewed, the following features were identified:
(i) the largest amount of the studies are from United Kingdom; (ii) 2006 was the peak year in which most papers were published; (iii) the studies are both quantitative and qualitative, with questionnaires the most widely used method for data collection purposes; though qualitative studies were fewer, interviews and focus groups were the most used techniques; (iv) participants were mostly students, although there were a considerable number of studies where both students and teachers participated.
Research in Assessment and Evaluation in Higher Education, in the 2006-2013 period, focused on a variety of methods and practices of assessment. Portfolio assessment, self-and peer-assessment are the principal foci of the studies, with topics related to the monitoring of learning and alternative contexts of teaching, learning and assessment are also analysed.
Research over the period indicates benefits for students' learning through assessment practices other than the conventional written test. Although there was a difference in the focus and pace of the implementation of the Bologna process in European countries, the use of alternative or student-centred assessment methods is consistent with the assumptions underpinning the Bologna process. The studies addressed issues related to the role of the student in the assessment process, which may be indicative of a more learner-centred approach that is required by the Bologna process. However, it is not possible to conclude that the emergence of research on assessment methods centred on learner in higher education in this period is directly or totally related to the Bologna process. Most articles are from UK, where the Bologna process has had a different impact if compared with other European countries (Furlong 2005; Sweeney 2010) . Different issues are implicated in Bologna's implementation in United Kingdom: the degree system in the UK is different from the rest of Europe, since the norm is the three-year bachelors and most masters are one year in duration; and in the UK, the use of ECTS system is in some cases avoided (Furlong 2005; Sweeney 2010) . The difference in the focus and pace of the implementation of the Bologna process in the European countries should be taken into account.
Further research is needed in this field in order to clearly argue for a change in the assessment methods after the implementation of the Bologna process in higher education. This would be particularly relevant in the context of large mixed-method studies in different fields of knowledge, as there might be differences in the ways in which assessment is carried out and teaching and learning processes occur.
More needs to be done with regard to university teachers as participants as well as students and pedagogical coordinators. In particular, issues related to students' monitoring and tutoring need to be explored further. More consistent studies are also necessary in order to investigate the effectiveness and fairness of alternative or student-centred methods, as they call for a more active role on the part of students, and a more engaging and time-consuming role for teachers.
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